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Abstract     
Past research has indicated that a significant relationship exists between young children’s early home literacy environment and their 
reading-related skills. However, this relationship has rarely been investigated among older children with reading disabilities (RD). In the 
present study, the relationship between parent and child home literacy activities and children’s academic functioning was investigated 
with a sample of 65 elementary-age children with RD. The results indicated that children’s home literacy activities were not significantly 
related to any of their academic abilities, whereas parents’ home literacy activities were significantly related to children’s passage 
comprehension and spelling scores. However, relationships between home literacy environment and reading may be different for 
children with and without RD. 
 
 
 
 
 The home environment has been considered critical in the development of a variety of cognitive and linguistic 
skills that have been shown to be important factors in early literacy development (Saracho, 1997b). Adams (1990), in her 
extensive review, identified reading aloud to children as one of the most important activities for building the skills 
necessary for early reading. Shared reading is believed to aid in the development of word knowledge, understanding the 
meaning of print, and awareness of written letters and words (Senechal, LeFevre, Thomas, & Daley, 1998). Adams (1990) 
estimated that children who are read to for approximately 30 minutes each night will have acquired at least 1,000 hours of 
print exposure when they begin kindergarten. This extensive print expo- sure is seen as an important prerequisite for 
children to begin to understand the phonemic structure of language and to readily identify letters. 
 
 Vygotsky (1978) highlighted the importance of social context (see Ma- son & Allen, 1986, for a review) for 
language acquisition and underscored the significance of the use of scaffolding by more advanced users of the skill in 
development. Young children who are guided through the reading process by their parents learn strategies related to 
information processing, learn more advanced vocabulary, and are assisted in understanding aspects of the reading 
experience that are not well under- stood when reading alone (Leseman & de Jong, 1998). But, as Heath’s (1983) extensive 
research indicates, there still may be important environmental differences between families in their use of language and 
print that are related to levels of academic functioning for some children in their later school years. Whether the family 
literacy environment affects reading and other academic functioning or the level of a child’s reading or academic 
functioning affects home reading activities in the family is still an open question.
  
 The term home literacy environment generally has referred to participation in literacy-related activities in the 
home, which can include aspects of exposure (availability of print material) and frequency of reading (Leseman & de Jong, 
1998). Saracho (1997a) proposed that parents’ literacy level and the avail- ability of reading materials are the primary 
characteristics of the home environment related to a child’s literacy development. Leseman and de Jong (1998) further 
suggested that there are three aspects of the home literacy environment that are important for the development of literacy: 
opportunities for practice, promotion of literacy activities by literate family members, and motivation. More recent studies 
have extended the scope of the home literacy environment (Christian, Morrison, &  Bryant,  1998;  Griffin  &  Morrison, 
1997; Payne, Whitehurst, & Angell, 1994) to include such aspects as the age of the child when joint book reading began, 
independent child or caregiver reading, frequency of library visits, and frequency of behaviors that interfere with reading 
(e.g., television viewing). The potential influence of the parent as a model for literacy activity also has been considered an 
important element in defining the home literacy environment (Teale, 1986). These ideas have led some researchers to 
include questions about parent book reading and newspaper or magazine subscriptions as a separate component of home 
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literacy activities (Payne et al., 1994; Scarborough, Dobrich, & Hager, 1991), whereas others have included information 
about parent reading as part of a larger construct that also included child activities (Griffin & Morrison, 1997). 
 
 Many early studies emphasized the potential differences in home literacy environment across socioeconomic 
status. Results from this research suggested that parent–child joint storybook reading in samples of working- class families 
was limited (Anderson & Stokes, 1984; Teale, 1986). In a sample of Mexican American families, Laosa (1982) found that 
mothers who were more educated read to their children more often than mothers with less education. In a comparison of 
Mexican American and European American samples, he found that ethnic differences in parent–child reading became 
nonsignificant after controlling for maternal education. The absence of early literacy experiences is believed to place 
working-class children at a disadvantage when learning to read, especially with regard to reading comprehension (Mason 
& Allen, 1986). At the same time, the observed variability even among low-income families (Teale, 1986) has led some to 
propose that the literacy characteristics of the home environment should be the variable of study (Scott-Jones, 1984), as 
measures of SES alone do not capture the environmental and behavioral differences that may provide more accurate 
information about relationships with child literacy  functioning.  A meta-analysis of 101 related studies by White (1982) 
also suggested that when the home atmosphere (e.g., parents’ attitude toward education, parents’ aspirations for their 
children, cultural and intellectual activities of the family) was used as an indicator of SES, relatively high correlations were 
found between SES and academic achievement. Although parent education, occupation, and income have been found to 
be related to children’s reading outcomes, the actual characteristics of the atmosphere that is created by the parents or the 
child may be more important (Raz & Bryant, 1990). 
 
 The majority of studies in this area have used parent self-report questionnaires focused on child activities to obtain 
data about the home literacy environment. Recently, some researchers have attempted to design other types of measures to 
provide alternative observations about the home literacy environment as well as information about individual parent 
reading practices. For example, Senechal, LeFevre, Hudson, and Lawson (1996) created a title recognition test (adapting 
methods used by Stanovich and West, 1989) and had parents complete the form as an estimate of exposure to both child 
and adult print. Performance on this measure of book exposure was significantly related to expressive language after 
controlling for estimated intelligence, parent reading activities, and parent education in a sample of 4-year- old children. 
The results of this study revealed a positive correlation between individual parent reading activities and child language 
scores; however, other researchers found no significant relationship between parents’ individual reading practices and child 
functioning (Payne et al., 1994; Scarborough et al., 1991).  
 
 In a recent study, Frijters, Barron, and Brunello (2000) combined the use of a title recognition measure and a 
home literacy environment questionnaire to provide a composite of home literacy activities.  The results of this study 
indicated that home literacy was significantly related to a child’s letter- name and sound knowledge and receptive 
vocabulary. Frijters et al. also discovered that phonological awareness mediated the relationship between home literacy and 
letter-name and sound knowledge.  
 
 The recent focus of research has been on the relationship between home literacy environment and specific reading 
measures or other academic outcomes, as previous studies have focused primarily on the importance of the home 
environment during early reading acquisition. This research has included longitudinal studies and the participation of older 
children in study samples. Wells (1985) revealed that knowledge of literacy (concepts about print and letter identification), 
measured at school entry, was significantly related to reading attainment 2 years later. Cunningham and Stanovich (1991) 
found a significant relationship between knowledge of children’s book titles and performance on measures of phonological 
coding, spelling, word identification, verbal fluency, receptive vocabulary, and general information after controlling for age 
and general ability with fourth- through sixth-grade children. Griffin and Morrison (1997) developed the nine-item Family 
Literacy Environment Scale for a longitudinal study of kindergarten children. Their results revealed that home literacy 
environment was significantly related to receptive vocabulary, general knowledge, and reading recognition, but not to 
mathematics scores, in kindergarten children after controlling for demo- graphic variables. There continued to be a 
significant relationship between home literacy environment, general knowledge, and reading ability for this sample at the 
end of second grade. In 1998, Christian et al. corroborated in part that family literacy environment was related to several 
academic out- comes, with the exception of mathematics, in a sample of 5-year-old children. 
 
 There is a surprising dearth of research on the home literacy environment of children with learning disabilities, 
especially reading disabilities (RD). The home literacy experiences of children with RD may be particularly unique, given 
that the child’s difficulty with reading and the parent’s potential difficulty with reading are likely to affect home literacy 
activities. Moreover, it is not known whether a relationship between home literacy and reading achievement exists for 
children with RD. Information on the home experiences of this subgroup of children could be helpful for understanding 
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their reading development and potentially improving interventions. 
 
 In one of the few studies that examined the literacy environment of a specific population of children with 
disabilities, Marvin and Wright (1997) compared the home literacy experiences of 3- to 5-year-old children with speech–
language impairments, children with physical or other disabilities, and children with no delays. Their results indicated that 
children with speech–language impairments were not as actively involved in reading activities as the other groups. Parents 
of children with disabilities also did not place a high priority on the development of reading and writing skills, as they 
reported greater concern with the development of self-help and communication skills. These results have implications for 
the potential differences between the home environments created by parents of children with and without disabilities. 
 
 In another study, by Hughes, Schumm, and Vaughn (1999), parents of Hispanic children with learning dis- abilities 
indicated that their child’s difficulty with reading and writing was a barrier to implementing reading- related activities in the 
home. On the other hand, the results of this study indicated no differences between children with learning disabilities and 
those without learning problems in home reading and writing activities. This investigation suggested that the home literacy 
environment of children with learning disabilities may be similar to that of children without disabilities in terms of 
frequency and type of reading activity. However, the sample included only Hispanic participants, which limits the 
generalizability of the findings. 
 
 More data are needed to establish an understanding of the relationship between home literacy environment and 
level of academic functioning for children with RD. It has been well documented that the home literacy environment is 
associated with the level of reading-related skills in children with- out disabilities. Moreover, differences across lower and 
middle class groups were found to be related to the actual atmosphere created by the parents in their homes. Overall, 
research suggests that home literacy may be another important factor in literacy development and that literacy level may 
have an impact on home literacy activities apart from predictors such as SES, parent education level, and child IQ. 
 
 The present study examined the home literacy environment of children diagnosed with RD. Information about 
child and parent individual reading activities was gathered, as well as information about joint reading activities. The quality 
of the home literacy environment was explored to determine the variety of literacy experiences available in the homes of 
children with RD. The question of whether a significant relationship exists between home literacy environment and reading 
achievement scores was also addressed. Based on previous research that indicated positive correlations between individual 
parent literacy activities and child outcomes, both parent and child home literacy activities were considered as potential 
factors related to child achievement. Consistent with findings from previous studies (Payne et al., 1994; Scarborough et al., 
1991), we hypothesized that the child’s actual reading exposure is a more significant factor in predicting reading level than 
the parents’ individual reading activities.  
 
Method 
 
Participants 
Participants were 65 children with RD and their primary caregivers. The children were recruited from five elementary 
schools in a large southeastern metropolitan city. Students were initially identified by their teachers as having difficulty with 
learning to read. Inclusion criteria were as follows: English as the primary language, chronological  age  between  6-6  and  
8-6, Grade 1 or 2 at time of screening, hearing and vision within typical limits, and either European American or African 
American ethnicity. Children were excluded if they had repeated a grade in school, achieved an IQ score below 70, or had a 
significant psychiatric or neurological disorder. Children from above-average and below-average socioeconomic levels were 
systematically included. The Four-Factor Index of Social Status (Hollingshead, 1975) was used to calculate the 
socioeconomic status of the families in the study. 
 
 Children were included in the study if they met either a low achievement–based or an IQ–achievement 
discrepancy–based definition for RD. The Kaufman Brief Intelligence Test (K-BIT; Kaufman & Kaufman, 1990) 
composite standard score was used as the proxy measure of intellectual ability, and the Woodcock Reading Mastery Test–
Revised (WRMT-R; Woodcock, 1987) and Wide Range Achievement Test–3 (WRAT-3; Wilkinson, 1993) reading subtests 
were used to determine reading level. Three combinations of reading scores were used to provide an index of reading 
achievement: the average of standard scores obtained on WRMT-R Passage Comprehension, Word Identification, Word 
Attack, and WRAT-3 Reading; the standard score obtained on the WRMT-R Basic Skills composite score (Word 
Identification, Word Attack); or the standard score obtained on the WRMT-R Total Reading composite score (Word 
Identification, Passage Comprehension). Participants met criteria for the low achievement–based definition if one of the 
three reading index scores was 85 or less. Participants were included under the discrepancy-based definition if their reading 
index score was more than one standard error of the estimate below the expected reading achievement based on their IQ.  
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Procedure 
Children who met the criteria for the study completed tests of reading skill and cognitive ability in the fall of their second- 
or third-grade year. Parents of the children in the study were asked to complete a questionnaire by telephone, which 
included items regarding the child’s early development, home literacy activities, family demographics, and social support; 58 
of the primary caregivers who completed the inter- view were mothers, 3 were grand- mothers, 3 were fathers, and 1 set of 
parents answered the questions together. 
 
 
Measures 
Background Information.  Questionnaires completed by the parents indicated the child’s age, ethnicity, and sex. 
Furthermore, parents provided in- formation about their education level (years of formal schooling) and occupation, which 
was used to develop an index of SES (Hollingshead, 1975). 
 
IQ. The child’s IQ, as measured by the Wechsler Intelligence Scale for Children–Third Edition (WISC-III; Wechsler, 
1991), Full Scale IQ (FSIQ), was included as a factor in the study. Children completed the WISC-III during their second- 
or third-grade year in school. 
 
WRMT-R. Three subtests of the WRMT-R were used as the primary measures of reading skill. The Word Identification 
subtest was used to measure individual word reading, the Word Attack subtest (nonword reading) was used to measure 
phonetic decoding skills, and the Passage Comprehension subtest was used to mea- sure reading comprehension. The Basic 
Skills cluster, a decoding composite score including Word Identification and Word Attack subtest scores, was used in this 
study along with the Pas- sage Comprehension subtest. 
 
WRAT-3.  This test contains three subtests that measure reading, mathematics, and spelling skills. The arithmetic and 
spelling subtests were used to better differentiate the specific relationship between home literacy activities and reading 
from other academic skills. 
 
Comprehensive Family Questionnaire. To provide information about each child’s home environment and family 
background, a comprehensive questionnaire was developed. The 51-item questionnaire includes developmental 
information, family medical and school history, home literacy activities, parental beliefs about education and related 
activities, family demographics, and social support. A subset of 13 questions was used as a measure of family literacy 
environment, including 6 questions about the parents’ literacy activities and 7 questions about the child’s literacy activities 
(see Note). Literacy-related questions were based on previous home literacy environment scales developed by Payne et al. 
(1994) and Griffin and Morrison (1997). 
 
 Four of the six questions regarding parents’ literacy activities were taken from Griffin and Morrison (1997). In 
some cases, the wording was changed to provide more specific in- formation. For example, instead of questioning parents 
about how many newspaper subscriptions they had, we asked how often they read a newspaper, which broadens the range 
of possible responses. Two additional questions about parent literacy activities (not included in Griffin and Morrison’s 
measure) were also added to the questionnaire. First, we asked parents about their reading ability, as this may influence the 
literacy environment that is created in the home. Second, a question about the frequency of parent television viewing was 
included to ex- amine the impact of nonreading behaviors. 
 
 Items were classified as child literacy items if the activity included the child as a participant. These items included 
five questions taken from Payne et al. (1994); three of these questions were also used by Griffin and Morrison (1997). 
These questions examined the frequency of the child reading alone, frequency of the child reading with the caregiver, 
library visits, number of books the child owned, and the age of the child when others began reading to him or her. Based 
on the questionnaire created by Griffin and Morrison, two items related to the child’s nonreading behavior (television 
viewing) were also included. Whereas Griffin and Morrison asked about the frequency of television viewing in general, our 
questionnaire separated entertainment and educational television programs, resulting in two additional questions. 
 
 An index of child or parent home literacy environment was obtained by assigning point values of 1 to 5 (with 
1 indicating least frequent literacy- related activities and 5 indicating most frequent literacy-related activities) to the 
responses to each of the questions. One question, regarding the ownership of a library card, was scored either 
0 or 1 point. Scores on the three items related to television viewing were reversed, as reflective of reading- interfering 
behaviors (1 indicating most frequent television viewing and 5 indicating least frequent television viewing). Items were 
summed to provide an index of literacy activities, and possible scores ranged from 5 to 27 for parent activities and from 7 
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to 35 for child activities. 
 
 Item intercorrelations for the home literacy items are presented in Table 1. As expected, there were small but 
significant correlations between many of the home literacy items. In general, there tended to be higher correlations within 
parent and child literacy indices than across parent and child items, with a few expected exceptions. Thus, the parent’s 
ownership of a library card was significantly related to the frequency of the child’s library visits. It would be expected that 
parents who do not own a library card may be less likely to take their child to the library regularly. Similarly, the amount of 
television watched by the parent was correlated significantly with the amount of television watched by the child, suggesting 
a pattern of household television viewing. Additional correlations suggested that parent reading or reading-interfering 
behaviors were related to the age of the child when the parent began joint reading
 
 An exploratory factor analysis was completed, using the present sample of 65 children, to test the theoretically 
driven design of the home literacy environment questionnaire. A two-factor solution revealed that questions associated 
with child activities loaded on one factor, whereas parent activities loaded on a second factor, with a few exceptions. Two 
items loaded on both factors (parent television viewing and the age the child was first read to), and one parent literacy 
question (the parent’s ownership of a library card) loaded on the factor that included child literacy questions. It is 
recognized that a factor analysis with a sample of this size makes clear interpretations limited. The limitations associated 
with the use of a sample of children with RD are also acknowledged—particularly, the likelihood of a restricted range of 
responses. How- ever, the factor analysis supported the conceptual framework that guided the separation of home literacy 
questions into child and parent home literacy factors. 
 
Results 
 
Participant Characteristics 
The mean age of the 65 children in the study was 7.6 years (SD = 0.53), and 44 of the participants were boys. In general, 
the sample included children whose FSIQ was low average compared to normative data (M = 85.8, SD = 12.7). The 
majority of the children were African American (n = 48), and the parents of the children had completed an average of 13.1 
years (SD = 2.1) of education. As would be expected given the inclusion criteria for the study, families of low SES (n = 27) 
and average or above-average SES (n = 38) were almost equally represented. Table 2 displays correlations be- tween the 
demographic, literacy, and academic variables. There were small but significant correlations between race and IQ, mother’s 
education and literacy score, and child age and several of the academic and literacy variables. There was also a small but 
significant correlation between child and parent literacy scores. As would be expected, FSIQ was significantly correlated 
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with the academic measures, and there were significant correlations among the academic variables. 
 
 As Table 3 shows, children in the sample typically scored below the normative mean across academic subjects. As 
would be expected in a sample of children with RD, the mean reading scores were more than 1 SD below average. The 
children in this sample tended to perform better on measures of arithmetic and spelling, although their performance was 
still below the normative mean. 
 
Child Literacy Data 
Examination of the responses to the child literacy questions revealed that the literacy experiences in the home varied 
greatly within the sample. Al- though many of the children engaged in several literacy-related activities in the home and had 
access to reading materials, a large percentage of the children did not engage in many reading activities and spent several 
hours engaged in nonreading behaviors (i.e., watching  television).   
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 Approximately 22% of the children were read to seven to nine times per week; however, more than 60% of the 
children were read to fewer than three times per week. Approximately half of the children were first read to before the age 
of 1 (57%). Another 30% of the sample were not read to until they were more than 3 years old, if at all. More than half of 
the sample never visited the library.  At least 50% of the children owned 30 books or more, whereas approximately 
27% owned fewer than 20 books. With regard to the child’s individual activities, more than 50% of the children read or 
looked at books alone at least once per day. At the same time, 20% of the children never read or looked at books alone at 
home. The children in the sample rarely watched educational programs on television; however, more than 60% watched 2 
hours or more of entertainment television per day. 
 
Parent Literacy Data 
Similar to the child literacy experiences, the literacy activities of the parents varied across the sample. Most parents 
reported themselves to be average or above-average readers (89%) and indicated that they owned a library card (63%). 
The parents’ reading and nonreading behaviors were more variable. Whereas 27% of parents read more than 10 books per 
year, 43% read 2 or fewer books per year. Approximately 83% of the parents read the newspaper occasionally, and 46% 
read two or more magazines regularly. An- other 45% never read magazines, and 15% did not care to read the newspaper. 
Thirty percent reported that they watched 3 hours of television or more per day. 
 
Literacy Environment as Predictor of Reading Achievement 
A hierarchical multiple regression analysis was performed using decoding skills as the dependent variable and child and 
parent literacy scores as the predictor variables. After controlling for the effect of FSIQ and maternal education, R2 =.17, 
p < .01, neither of the literacy variables accounted for a significant amount of additional variance in decoding scores. A 
second hierarchical multiple regression examined the amount of variance in WRMT-R Pas- sage Comprehension scores 
accounted for by child and parent literacy. Parent literacy accounted for a significant amount of additional variance, ∆R2   
= .07, p < .05, after controlling for FSIQ and maternal education, R2   = .17, p < .01.  The results of these regression 
analyses are presented in Table 4. 
 
Literacy Environment as Predictor of Arithmetic and Spelling 
A hierarchical multiple regression analysis with arithmetic scores as the dependent variable and child and parent literacy 
scores as the independent variables was also performed. As predicted, neither of the literacy scores accounted for a 
significant amount of variance in arithmetic scores after con- trolling for the covariates. A second regression analysis 
examined the relationship between the literacy variables and spelling. After controlling for FSIQ and maternal education, 
parent literacy accounted for a significant amount of additional variance in spelling scores, ∆R2   = .07, p < .05). The 
results from these regression analyses are presented in Table 4.  
 
Discussion 
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 The present study examined the relationship between home literacy environment and early reading achievement 
in children with RD. Home literacy environment was conceptualized as parent- and child-specific home reading and 
nonreading activities. The results revealed that child home literacy experiences did not account for a significant amount of 
variance in decoding, reading comprehension, spelling, or arithmetic after controlling for child IQ and maternal education 
level. Parent home literacy experiences did account for a significant amount of variance in children’s reading 
comprehension and spelling scores after con- trolling for child IQ and maternal education. As expected, home literacy was 
not related to arithmetic scores, which suggests that the data obtained from the literacy questionnaire were specific to 
reading. 
 
 The results indicate that although individual child and joint home literacy experiences may be significantly related 
to prereading skill (language, phonological awareness)—as has been found in other studies—the more direct relationship 
between home literacy and actual reading achievement is less robust, at least among children with early-identified RD. The 
results of this study also suggest that parent home literacy activities may be a more important factor in understanding child 
reading than activities involving the child more directly. It may be that the parents’ reading activities provide more valid 
information about the home literacy environment or that parents can provide more accurate data about their own reading 
activities than about those of their children. It is also important to note that this relationship may represent the cumulative 
effect of parent literacy activities over time. Un- fortunately, there have been no similar studies that can provide 
comparable data, which makes it difficult to deter- mine whether the home literacy experiences of these children represent 
substantial opportunities or very few opportunities for practice. It may be that the overall experiences of these children are 
too limited and, therefore, cannot have a significant impact on their reading achievement alone. 
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 One unique aspect of our sample was the selection criteria, which resulted in a sample including children with 
below-average IQs. Although the influence of IQ was controlled in our analysis, this difference in IQ scores may have 
influenced the ultimate results when compared to previous samples. Just as home literacy activities may be influenced by 
the presence of RD, lower average general cognitive abilities may affect reading activities in the home. 
 
 The sample included African American and European American children from both middle- and low- income 
backgrounds. The consideration of SES and ethnic backgrounds might be important given the influence of language 
(Hughes et al., 1999) and academic achievement differences across ethnic groups (Christian et al., 1998; Laosa, 1982; 
Stevenson, Chen, & Uttal, 1990). Only a few previous studies have reported a sample as diverse as the present study in 
terms of SES (Raz & Bryant, 1990) and ethnicity (Chris- tian et al., 1998; Griffin & Morrison, 
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1997; Payne et al., 1994). Although it appears that the actual home environment—as opposed to ethnicity or SES—may 
have a more significant relationship with academic functioning, it still may be important to consider the potential impact 
of both ethnic back- ground and SES on the characteristics of a sample. 
 
 The age of the participants in this sample was also different from that in other studies. This sample included an 
older group of children (age range 6–9 years) than many of the previous studies. Prior samples included mostly preschool- 
or kindergarten-age children, with only two studies focused on children in second grade or higher (Griffin 
& Morrison, 1997; Hughes et al., 1999). 
 
 The sample size (N = 65) in this study was smaller than only a few previous studies that used similar designs and 
measures (Christian et al., 1998; Griffin & Morrison, 1997).  However, when comparing the actual variances accounted for 
in this study and the Griffin and Morrison study, the results are somewhat similar. The R2 for home literacy predicting 
reading recognition in Griffin and Morrison’s study was .012, whereas in the present study, the value for child literacy 
predicting de- coding was .008. Interesting enough, in the present study, parent home literacy accounted for more 
variance in decoding scores, R2 = .038, ns, than did home literacy in Griffin and Morrison’s study.  
 
 Aside  from  the  differences  in sample characteristics and sample size, the present study also differed in terms of  
the  methodology  and  measures used  to  investigate  home  literacy. Given  that  most  earlier  studies  included  
children  5  years  of  age  or younger, few have examined the impact  or  relationship  with  children’s actual reading 
achievement, focusing instead on language or phonological awareness. Thus, the reciprocal link be- tween home literacy 
and reading ability  has  not  been  evaluated  in  many studies  (Burgess,  1997;  Payne  et  al., 1994; Senechal et al., 1996). 
Most previous studies also mailed questionnaires to parents for completion.  This  may  result  in  a  restricted sample if 
parents with limited reading ability  fail  to  complete  the  surveys. Parents of children with RD may have reading 
difficulties themselves, making independent completion of questionnaires difficult. In the present study, questionnaires 
were completed by phone interview to address this issue. At the same time, the use of phone interviews may have resulted 
in parents providing responses that were more socially desirable, as opposed to accurately representing their home literacy 
environments. Although the use of phone interviews reduced the chance of selectively removing parents with limited 
reading ability from the study and allowed for clarification of responses, the issue of social desirability must be considered, 
although this issue is also of concern when using paper questionnaires. 
 
 Another methodological difference was that some prior studies did not control for the influence of IQ, language 
differences, SES, or maternal education level on reading or reading- related skills. Whereas many studies controlled for 
some of these important factors statistically, others did not con- sider the impact of these background or predictor 
variables. Failure to include these variables as covariates likely resulted in an overestimate of the relationship between 
home literacy environment and academic achievement or reading-related skills. 
 
 With regard to comparability of measurements, there has been considerable variability in the measures used to 
assess home literacy, academic achievement, or background variables. Moreover, few studies have examined parent 
literacy activities independently. This makes comparison across studies difficult. Whereas previous studies used between 
one and nine questions to measure overall home literacy, the questionnaire used in this study included six questions 
related to parent home literacy and seven questions related to child home literacy. The inclusion of the parents’ individual 
reading activities within the same scale as the child’s reading activities in previous studies made it unclear which specific 
aspects of the literacy environment were related to the child’s language or academic achievement. Based on the present 
study’s results, it can be suggested that the parental activities are the more significant factors accounting for important 
shared variance with child reading abilities in previous studies. Parent and child literacy items were combined in an 
exploratory analysis using data from the present study. Interesting enough, the composite measure of home literacy did not 
ac- count for significant variance in any of the child achievement scores. This finding further emphasizes the importance 
of examining the specific aspects of the home literacy environment that are related to academic outcomes. 
 
 The present study also improved on past studies by controlling for FSIQ using the WISC-III, as opposed to the 
abbreviated measures used previously (Christian et al., 1998; Griffin & Morrison, 1997; Senechal et al., 1996, 1998). With 
the absence of comparable measures of IQ (or the absence of IQ data), it is difficult to determine whether the same 
aspects of the child’s cognitive functioning have been integrated statistically—and adequately—across studies. This is an 
important consideration, given the significant correlation between IQ and indices of home literacy (Christian et al., 1998; 
Griffin & Morrison, 1997). 
 
Although the use of the WISC-III in the present study represents some improvement over past studies, its use may also 
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have accounted for significantly more variance in outcome variables than what had been accounted for by the abbreviated 
measures used previously. Examination of previous studies revealed that abbreviated IQ measures accounted for between 
2% and 10% of the variance in reading scores, which is significantly lower than the variance accounted for by FSIQ in the 
present study (16%–17%). The relationship between IQ and reading achievement based on national standardization 
samples is approximately 30% (Woodcock, 1987). Com- pared to previous studies, the inconsistency in the results may be 
due to limited sample size, limited measurement of IQ, or the way IQ was used in the analyses. 
 
 It appears that measures of home literacy environment are related to the underlying language skills necessary for 
reading acquisition; however, their relationship with reading performance is less clear. This may suggest that the home 
literacy environment has a greater impact on early reading development but is less significant once the child has learned to 
read. The finding that parent literacy activities were significantly related to reading comprehension and spelling may also 
indicate that although early literacy experiences are important for reading acquisition, these experiences may have a greater 
impact on the development of more advanced reading and written language skills once the child begins instruction in 
school. It may be that an environment rich in literacy experiences increases general vocabulary and language abilities and, 
therefore, aids the understanding of the meaning of print as opposed to decoding skills for school-age children. The 
reciprocal may also be true—that through learning to read, children increase their vocabulary and language abilities, which 
affects their families’ literacy activities due to the children’s added competence or lack thereof. In support of this idea, 
Senechal et al. (1998) found that storybook exposure predicted oral language but not reading ability, suggesting a less direct 
relationship between home literacy and reading ability in a sample of first-grade children. 
 
 However, the findings of the present study suggest that the relationship between home literacy and reading level 
may be different for children who have difficulty with early reading. It may be that a child with RD engages in fewer home 
literacy activities due to his or her limited reading skills. It also may be the case that children with RD continue to have 
difficulty despite a equate exposure to literacy activities in their home, or that parents of children with RD do not 
emphasize literacy activities in the home because of their children’s difficulty with reading (and, in some cases, their own 
difficulties with reading). A clearer understanding of how reading problems affect the home literacy environment is an 
important question for future study. 
 
 Given the lack of consensus regarding how best to measure the home literacy environment, the development of a 
reliable and valid measure of this construct is crucial to the future development of this area of research. The interpretation 
of research results and comparisons across all studies is challenged by the use of different measures and methods across 
studies. It will be important to complete more longitudinal studies in this area, such as those by Christian et al. (1998) and 
Griffin and Morrison (1997). Previous studies have primarily examined the relation- ship between home literacy and early 
language skills with younger children, whereas few studies have focused on older children, and those that have done so 
have yielded inconsistent results. Therefore, it will be critical for the field to continue to evaluate the influence of home 
literacy on child academic performances and the influence of child reading abilities on home literacy activities over time. 
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